This study examines the potential incorporation of the principles of the Multiple Intelligences Theory in the Jordanian Action Pack textbook for the first-, fourth-, eighth-and eleventh-grades by means of content analysis. The findings reveal that unlike the moral, existential and spiritual intelligences, which are not incorporated at all, the verbal/linguistic, intrapersonal and spatial/visual intelligences are better represented than other intelligences in the activities of the textbook. The findings further reveal that the incorporation of multiple intelligences is fairly unbalanced among the four levels of the textbook.
minute sessions per week for the first, second, and third grades and five 45-minute sessions per week for the fourth through tenth grades.
The MoE adopted Action Pack, a twelve-level series covering the basic to secondary stages, in phases starting with the academic year 2000 and culminating in 2010 with Action Pack 11 (Haines, 2009) and Action Pack 12 (Haines, 2010) for the eleventh and twelfth grades. Action Pack combines a topic-based approach with functional language practice, careful attention to grammar and vocabulary, and a comprehensive skills syllabus (Lambert, 2008) . Each level of Action Pack consists of a pupil's/student's book, a workbook, a comprehensive teacher's book, audio cassettes and a website. Action Pack 1 (Lambert, 2006) , Action Pack 4 (Lambert, 2008) , Action Pack 8 (Keddle & Hobbs, 2006) , and Action Pack 11 (Haines, 2009) are targeted in this analysis based on the premise that they are fairly representative of the various stages of school education.
The MoE has taken substantial measures to keep its English as a foreign language (EFL) curriculum abreast with the advances in the field, which was manifested in a number of fundamental changes over the last few decades. The EFL curriculum and, consequently, the textbooks taught at Jordanian public schools have been affected by these changes, among the most important of which is the birth of a document, dubbed the General Guidelines and General and Specific Outcomes for the English Language, outlining the learning outcomes for English language teaching (ELT) for grades 1-12 (MoE, 2006) . Even though the General Guidelines and General and Specific Outcomes for the English Language (henceforth, GSO) does not endorse any particular method, its pedagogical objectives are quite clear. They emphasize not only life-long learning but also knowledge economy, integration of information and communications technologies (ICTs), new roles for both teachers and learners, varieties of instructional strategies, and new ways of assessing learning.
Although it was not originally designed for use in the classroom, the Multiple Intelligences Theory (MIT), first introduced by Gardner in 1983, has received a lot of attention as a viable educational model. Despite a good share of criticism (Gilman, 2007; O'Shea, 2009; Smith, 2008) , the popularity of MIT has skyrocketed since its conception, and it continues to enjoy numerous adaptations in a variety of educational settings. Gardner (2003) himself expressed amazement at how many individuals want to revise their educational practices in light of MIT. ISSN For the purposes of this research, curriculum refers to the official blueprint designed by the MoE to outline the goals and the organization of the content of teaching English as a foreign language (TEFL) in Jordanian schools. However, textbook, albeit one component of TEFL in the Jordanian school context, is a central component in this research, as it constitutes the ultimate manifestation of curricular (as well as extracurricular) activities. Students spend the bulk of their school day reading, summarizing and discussing textbook content. It is, therefore, crucial to examine which components of MIT are potentially promoted in Jordanian EFL textbooks, represented by those for the first, fourth, eighth, and eleventh-grades.
Problem, Purpose, Question, Significance and Limitations of the Study
This research follows from the premise that ascertaining which multiple intelligences are actually addressed in MoE-prescribed textbooks is an objective measure of assessing the extent to which these intelligences are promoted in the classroom. That Jordanian teachers exclusively use MoE-prescribed textbooks exposes learners to only the potential content of these textbooks in addition to any incidental extension of this content. The English language, spoken or written, to which learners are exposed is, therefore, quite limited, which further establishes the textbook as the learner's principal EFL resource.
Other factors contribute to this prominence of the EFL textbook as the primary foreign language resource. Aside from the fact that textbooks are prescribed by the MoE to take center stage in all classroom activities, teachers are required to teach the entire textbook within the school year. This is often compounded by large class size (often as many as 55 students per class) and excessive teacher work load (as many as 28 hours a week). This is not exclusive to Jordan but is rather common in other parts of the world, as reported by Sinclair and Renouf who claim that
[m]ost language teachers, however, do not have the choice, but are obliged to use a textbook and nothing else. This state of affairs is dictated often by economics, sometimes by politics and religion, sometimes by educational tradition or bureaucracy. In our experience, there is generally very little resentment from the teachers, because the language they have to teach is quite tidily presented through a textbook, particularly if it has been specially composed for them. (1988, p. 3) Generally speaking, the focus of this research is three-fold: identifying the multiple intelligences addressed in the activities of the textbooks under study, assessing the frequency of occurrence for each of these intelligences, and judging this frequency relative to the overall Even though MIT has grabbed the attention of many educators worldwide, the researchers did not come across any study that considers its inclusion in the teaching material in the Arab world. This is further evidenced by the fact that none of the Arab countries appeared within the countries mentioned by Chen, Gardner, and Moran (2009) 
in their
Multiple Intelligences Theory around the World, a book which compiles stories from MI practitioners worldwide who not only address the implementation of MIT in their respective countries but also discuss some of the cultural challenges they faced along the way.
The current content analysis of Action Pack series is hoped to bridge part of this gap in the literature and add to the existing literature on the inclusion of MIT in the activities of this series. A number of pedagogical implications, from which EFL teachers can benefit, are also presented.
Given that the content analysis is restricted to the four textbooks under study, it should be seen as a preliminary inquiry into the incorporation of multiple intelligences in Jordanian EFL textbooks. More input may be needed in terms of content analyses of other textbooks in the Action Pack series and, probably, additional input from students, teachers and other stakeholders.
Review of Related Literature
Some scholars (see, for example, Russell & Norvig, 2009) believe that being intelligent is not restricted to the academic domain but is rather an umbrella term used to describe a property of the mind that encompasses many related abilities, such as the capacities to reason, plan, solve problems, think abstractly and learn. Intelligence may also include traits like creativity, personality, character, knowledge or wisdom.
However, dissatisfaction with traditional paper and pencil versions of IQ and Scholastic Aptitude tests was mainly the result of their inability to predict success outside school or determine what is exactly meant by intelligence, which has eventually led to the development of a number of alternative theories, such as the MIT, which suggests that intelligence is the result of a number of independent abilities, dubbed 'multiple intelligences' (Gardner, 2004) , rather than a singular, static and inherited characteristic (Botelho, 2003; Thompson, 2009 ) which uniquely contribute to human performance, and that standardized tests are limited with their almost exclusive stress on linguistic and logical skills (Gardner & Hatch, 1996 (2009) Gardner (1999) discusses four additional intelligences (viz., spiritual, moral, existential, and naturalist) but seems to only settle on existential and naturalist intelligences. Existential intelligence relates to the ability to contemplate phenomena or questions beyond sensory data whereas naturalist intelligence involves nurturing and relating information to one's natural surroundings. Nonetheless, spiritual and moral intelligences, even though seemingly not endorsed by Gardner, have managed to find a place in the literature. Spiritual intelligence involves one's capacity to grasp cosmic and transcendent truths while moral intelligence relates to the ability to differentiate right from wrong as defined by universal principles, as shown in Table 2 below. Gardner, 2006; Heacox, 2002; Nolen, 2003) maintain that, to do so, teachers do not need to create nine different lesson plans, for it would be painfully impractical to plan individual lessons for each learner, but rather to design rich learning experiences that nurture each learner's combination of intelligences.
The fact that the intelligences discussed in this research are presented as separate entities does not by any means suggest that they are divisible entities. Other than the manageability of the presentations, the researchers are aware of the intricate relationships between these intelligences, more for some than others. For example, albeit beyond the scope of this study, the researchers are aware of the relationship between language and music and, thus, the potential links between the verbal/linguistic intelligence and musical intelligence.
Musical intelligence has been linked to literacy and linguistic skills, social skills, and selfexpression (Fonseca-Mora, Toscano-Fuentes & Wermke, 2011; Schellenberg, 2005; Sleve & Miyake, 2006) . Along the same lines, Shabani and Torkeh (2014) suggest not only a relationship between musical intelligence and language learning but also a facilitative effect for musical intelligence on foreign language learning. More generally, a growing body of research (for example, Anvari, Trainor, Woodside & Levy, 2002; Hurwitz, Wolff, Bortnick & Kokas, 1975; Lyons, 2008; Patel, 2008 Patel, & 2012 Patel & Iversen, 2007) suggests a facilitative effect for music on language learning. The integration of music into the language curriculum is reported to develop auditory skills (Gromko, 2012) , phonemic awareness and overall language skills (Lyons, 2008) , phonological awareness and word recognition skills (Anvari et al, 2002; Bolduc, 2009; Bolduc & Montesinos-Gelet, 2005) , reading comprehension (Hurwitz et al, 1975) , and emergent literacy (Bolduc, 2009; Gromko, 2012; Register, 2001 Research has reported that MIT potentially fosters students' learning (see, for example, Haley, 2004; Hamurlu, 2007) . This research has unanimously reported that MITbased instruction not only increased students' achievement in English classes but also had positive effect on their attitudes towards the content.
Method and Instrumentation
This study uses content analysis to determine the potential inclusion of Gardner's verbal/linguistic, logical/mathematical, spatial/visual, bodily/kinesthetic, musical/rhythmic, interpersonal, intrapersonal, naturalist, moral, spiritual, and existential intelligences in the To establish the validity of the list of activities used in the analysis, it was given to a jury of three experts in TEFL and measurement and evaluation to ascertain its appropriateness for the purposes of the research. The jury's feedback, which constituted of suggestions to rephrase, add or delete items, was used to modify the list prior to the analysis. Intra-rater reliability of the content analysis was also ascertained through test-retest. The activities were initially analyzed and reanalyzed three weeks later according to the categories of the analysis by the second researcher. The reliability co-efficient between the two analyses was calculated and found to amount to 0.99. Moreover, two other independent analyses were conducted to ascertain inter-rater reliability: one by a graduate student from the Department of Translation and another by an instructor at the Language Center at Yarmouk University who studied content analysis and did some work in this area. The inter-rater reliability coefficients between the analyses of the researcher and the first analyst, the researcher and the second analyst, and the two analysts themselves were found to be 0.99, 0.991 and 0.98, respectively.
Findings and Discussion
To answer the research question, to what extent does the Jordanian EFL curriculum incorporate the principles of MIT?, the researchers analyzed the content of the student books of the Action Pack series for the first-, fourth-, eighth-and eleventh-grades in light of MIT principles. The frequency of the Multiple Intelligences in all activities in the four textbooks under study was calculated, as shown in Table 3 (next page). Table 3 shows that unlike the moral, existential and spiritual intelligences which have a zero frequency of incorporation in the activities of the four textbooks under study, the verbal/linguistic, intrapersonal and spatial/visual intelligences are heavily incorporated with 100%, 69%, and 50%, respectively. On the other hand, the logical/mathematical, bodily/kinesthetic, interpersonal, naturalist, and musical/rhythmic intelligences are moderately incorporated with 44%, 39%, 32%, 15%, and 2%, respectively.
More specifically, the verbal/linguistic and intrapersonal intelligences in the eleventhgrade textbook are fairly well incorporated with percentages of 100 and 75, respectively. On the other hand, the percentages of the logical/mathematical, bodily/kinesthetic, spatial/visual, interpersonal, naturalist and musical/rhythmic intelligences ranged between just under one to 41. In other words, the intelligences in this textbook were presented in terms of frequency of inclusion as verbal/linguistic, intrapersonal, logical/mathematical, bodily/kinesthetic, spatial/visual, interpersonal, naturalist, and musical/rhythmic.
As for the eighth-grade textbook, the verbal/linguistic and intrapersonal intelligences are the most dominant, with percentages of 100 and 79, respectively, as opposed to all other intelligences whose percentages of inclusion ranged between just under one and 46. The order It should be clear right from the beginning that although GSO attempts to incorporate various recent teaching and learning theories and approaches, no reference was made to MIT.
In other words, GSO does not make any specific reference to MIT despite the vast amount of interest it has generated in the mid 1980s. MIT has been applied in homes, schools (at all levels), community and adult training programs all over the world since 1987. However, surprisingly, GSO does not make any reference to MIT, which may indicate that the inclusion of MIT in the four textbooks was incidental at best.
In other words, Multiple Intelligences are incorporated in the activities of the textbooks probably because GSO (MoE, 2006, p. 11) posits that "English language teaching should be interactively attempted in light of the basic principles of communicative language teaching" which stipulate that "activities and strategies for learning are varied according to learner preferences and needs" (Omaggio, 2001, p. 117) , which may explain the findings of the content analysis in terms of the incorporation of multiple intelligences in the textbooks under study. Eight intelligences (verbal/linguistic, spatial/visual, intrapersonal, bodily/kinesthetic, interpersonal, logical/ mathematical, naturalist and musical/rhythmic) were evident, to various degrees, in the four textbooks under study. Only three intelligences (moral, spiritual and existential) were not incorporated in the activities of the four textbooks, which It is worth noting in this regard that GSO (MoE, 2006, p. 9 ) also relates both utilizing critical thinking skills and appreciating other cultures to the Arab-Islamic culture as core subject outcomes. It posits that "after learning English at school, students will have deepened their values and heritage". However, these outcomes could hardly be achieved without exposing students to learning material that pertains to such issues.
As learners under the umbrella of Communicative Language Teaching (CLT), Jordanian students should be able, at a certain level of proficiency, to talk about their values and heritage. Students who have the moral and/or spiritual intelligences need to be exposed to activities that cater for these intelligences, which is lacking in the textbooks under study. The absence of the existential intelligence from the activities may be attributed to the complex and controversial nature of the issues associated with it, which may be inappropriate for the students' age or level of proficiency. This conclusion is consistent with that of Botelho (2003) who attributed the infrequency of occurrence of the existential intelligence to its complex domains such as philosophy, religion and mysticism.
It is safe to conclude that the inclusion of multiple intelligences in the four textbooks is both accidental and erratic. This could be attributed to the fact that MIT is not even mentioned once in the GSO, which may also provide further evidence that the Jordanian EFL curriculum is not designed with an eye on MIT. However, this is far from peculiar to Jordan, as it is consistent with reports from other countries (see, for example, Botelho's (2003) on Brazilian EFL/ESL textbooks).
The verbal/linguistic and intrapersonal intelligences were dominant in the eighth-and eleventh-grade textbooks, which is consistent with Palmberg (2002) who reported that Bricks was predominantly verbal/linguistic and intrapersonal and partially with Snider (2001) who found that the vast majority of the activities in ten German college textbooks engage the verbal/linguistic intelligence. On the other hand, the verbal/linguistic, intrapersonal, and spatial/visual intelligences were dominant in the fourth-grade textbook whereas verbal/linguistic, spatial/visual, bodily/kinesthetic and interpersonal intelligences were dominant in the first-grade book.
The verbal/linguistic intelligence was present, in mounting complexity, in all the activities of the four textbooks under study. For example, first-grade students are asked right from the start to listen and point (pp. 4, 6, 7, 8 and 11 ) and, at a later point, to point and say (pp. 17, 20, and 33), ask and answer (pp. 23 and 24) and to sing (pp. 5, 13 and 23). Similarly, fourth-grade students are asked to listen and read (pp. 8, 12, 16, 19, 23, 27, 31 and 38) , ask and answer (pp. 10, 14, 17 and 18), read and say (p. 7), listen and answer (p. 17), tell the story (p. 32) and talk (p. 36).
Similarly, eighth-grade students are also exposed to a variety of activities that aim at developing their linguistic competence. See, for example, listen and read about the students (Activity 4, p. 7), talk about sports, ask and answer questions about students (Activity 7, p. 7)
and read the article again (Activity 4, p. 9). By the same token, eleventh-grade students are asked to read the article about the two festivals quickly to find the answers (Activity 2, p. 15), listen again and answer these questions (Activity 2, p. 16) and discuss these questions with a partner (Activity 2, p. 17).
The superior attention given to the verbal/linguistic intelligence is an expected result since language textbooks usually integrate the reading, writing, speaking and listening skills that depend mainly on this intelligence. Developing students' linguistic competence is the main aim of teaching a foreign language, which is hardly achievable without capitalizing on the verbal/linguistic intelligence. This attention can also be attributed to the fact that GSO is based on the communicative approach where "communicative competence, with an emphasis on fluency and acceptable language use, is the goal of instruction" (Omaggio, 2001, p. 117) .
Before the discussion goes any further, it is worth noting that the same activity may cater for more than just one intelligence. For example, read and choose (fourth-grade textbook, Activity 6, p. 37) asks the students to express whether they want to have a quiet holiday, see some beautiful animals and birds, or ride a camel after reading a little information about Wadi Rum (Jordan) and, thus, at once engaging the verbal/linguistic, naturalist, spatial/visual and intrapersonal intelligences. Some activities require individual tasks before the pair or group work is introduced or vice versa. For example, in the eleventhgrade textbook, (activities 1 and 2, p. 17), look at these sentences… discuss these questions with a partner, the activity asks students to perform both individually and in pairs.
The results also revealed that the intrapersonal intelligence is fairly well represented in the fourth, eighth and eleventh-grade textbooks. It appears in the activities that require tasks with individual elements such as doing things by oneself, reflecting, talking about oneself and giving personal opinions. For example, in the fourth-grade textbook, students are asked to do some activities individually such as listen and choose (Activity 2, p. 28) and right or wrong (Activity 7, p. 37). By the same token, the eighth-grade textbook has some activities such as write about your experiences (Activity 6, p. 34), read the webpage and answer the questions (Activity 6, p. 37) and write a paragraph about your life (Activity 8, p. 38) . Similarly, in the eleventh-grade textbook, students are exposed to some activities such as copy and complete this short story (Activity 1, p. 17) and listen again and answer these questions (Activity 2, p.
16).
The large number of activities in the fourth, eighth, and eleventh-grade textbooks, which aim at intrapersonal intelligence probably stems from the rationale for teaching EFL in Jordan as students "need to acquire a sufficient knowledge of English […] to utilize […] when doing their projects, reports, research papers [… and] to be able to express oneself" (MoE, 2006, p. 9) . Students are reportedly encouraged to use the language in authentic real life situations to be able to express and understand themselves, their strengths, weaknesses, moods, desires and intentions.
The spatial/visual intelligence is well represented in the first and fourth-grade textbooks. In both textbooks, each activity is accompanied by illustrative pictures so much so that the number of activities equals the number of pictures. For example, in the first-grade textbook, pictures of classroom objects appear on pages 8, 9, 10, 11 and 15 whereas, in the fourth-grade textbook, pictures of various types of birds, fish and animals, appear on pages 41, 43 and 44 respectively. Tables, graphs, maps and charts are also evident in these textbooks. For example, in the fourth-grade textbook, tables are presented on pages 10, 14 and 24.
That the spatial/visual intelligence is dominant in the first and fourth-grade textbooks is most probably because foreign language textbooks rely heavily on pictures and illustrations to support content such as dialogues, reading texts, listening activities and vocabulary items especially at early stages and young ages where the learners' linguistic competence is not yet developed. This is consistent with Botelho (2003) who concluded that more visual input is evidently offered to young EFL learners.
The bodily/kinesthetic and interpersonal intelligences are also fairly well represented in the first-grade textbook which is consistent with research findings that the younger the The importance given to the interpersonal intelligence is also in line with GSO which posits that ELT should be interactively attempted and evaluated in light of CLT. One of the major principles of CLT is to encourage learners to communicate and interact with others (Omaggio, 2001 ).
The musical/rhythmic, logical/mathematical and naturalist intelligences were relatively less represented in the four textbooks, but they were evident in some modules. For example, there were nine songs in the first-grade textbook, five songs in the fourth-grade textbook, one in the eighth-grade textbook and one in the eleventh-grade textbook. This is consistent with other research findings (see, for example, Botelho, 2003) who found that the musical/rhythmic intelligence was among the less common intelligences in language textbooks. The distribution of this intelligence among the four textbooks is essentially balanced. It seems that the authors of Action Pack believe that songs are more appropriate for younger learners. Nevertheless, songs can be used both as a teaching aid and an entertainment tool to strengthen both the musical and verbal/linguistic intelligences at any learning stage, especially for learners who are sensitive to rhythm, pitch and melody (see, for example, Stansell, 2005) .
The inclusion of the naturalist intelligence is often driven by the topic of the module.
For example, the fourth-grade textbook (Activity 6, p. 41) shows pictures of the bee-eater, sunbird, falcon and hoopoe for students to compare birds. In the eighth-grade textbook (Module 2, Focus on the Environment, Deserts, p. 24), students are asked to read about the top five deserts, sand dunes, an oasis in the Sahara desert and the fringe-toed sand lizard.
Similarly, as students are expected to guess, reason, and think critically, the logical/mathematical intelligence was found in a few modules. For example, in the first-grade textbook, students are asked to play a guessing game (Activity 2, p. 27). In the fourth-grade 
Conclusion and Recommendations
The findings suggest that the actual incorporation of multiple intelligences not only lags behind the theoretical stipulations of the curriculum but also suggests lack of systematic attention to the equitable exposure of learners to these intelligences. Further research in this vein, particularly a full scale investigation of textbook content and classroom practices, would provide empirical evidence that could potentially bring about recommendations for informed reforms in the content of Jordanian textbooks in general and EFL textbooks in particular (given the prominence of the textbook as the primary, if not the sole, resource in the Jordanian EFL classroom).
Further empirical research is recommended not only on the relationship among the various intelligences but also on the pedagogical implications for these potential relationships and their effect on language learning. The case for the relationship between the verbal/linguistic intelligence and the musical intelligence has been addressed rather briefly, but an examination of this relationship in the Jordanian EFL classroom may prove an endeavor that may constitute a significant contribution to the literature.
